Supervising an international teaching practicum: building partnerships in postcolonial contexts by Major, Jae & Santoro, Ninetta
Major, Jae and Santoro, Ninetta (2016) Supervising an international 
teaching practicum: building partnerships in postcolonial contexts. 
Oxford Review of Education. ISSN 0305-4985 , 
http://dx.doi.org/10.1080/03054985.2016.1195734
This version is available at https://strathprints.strath.ac.uk/55830/
Strathprints is  designed  to  allow  users  to  access  the  research  output  of  the  University  of 
Strathclyde. Unless otherwise explicitly stated on the manuscript, Copyright © and Moral Rights 
for the papers on this site are retained by the individual authors and/or other copyright owners. 
Please check the manuscript for details of any other licences that may have been applied. You 
may  not  engage  in  further  distribution  of  the  material  for  any  profitmaking  activities  or  any 
commercial gain. You may freely distribute both the url (https://strathprints.strath.ac.uk/) and the 
content of this paper for research or private study, educational, or not-for-profit purposes without 
prior permission or charge. 
Any correspondence concerning this service should be sent to the Strathprints administrator: 
strathprints@strath.ac.uk
The Strathprints institutional repository (https://strathprints.strath.ac.uk) is a digital archive of University of Strathclyde research 
outputs. It has been developed to disseminate open access research outputs, expose data about those outputs, and enable the 
management and persistent access to Strathclyde's intellectual output.
1 
 
Supervising an international teaching practicum: building partnerships in postcolonial contexts 
Jae Major 
Charles Sturt University, Australia 
Ninetta Santoro 
Strathclyde University, Scotland 
 
Abstract 
Teaching practicum experiences, including those in international contexts, are based on partnerships 
between institutions and host schools, and the partnership between the pre-service teacher, the 
cooperating teacher and the university supervisor. This article explores the relationship between pre-
service teachers and cooperating teachers in an international practicum in the Solomon Islands. It 
considers the way the cooperating teachers were positioned within the partnership, and raises 
questions about the way the university engages with host schools and teachers in international 
contexts, particularly in developing countries. Drawing on postcolonial theory, we investigate the 
complexity and contradictions in relationships between the pre-service teachers and cooperating 
teachers. We conclude by offering suggestions for valuing the role of cooperating teachers in these 
contexts. 
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Introduction 
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Professional field-based or practicum experiences are a central element of initial teacher education. 
They offer pre-service teachers opportunities to connect theory and practice and to enact 
pedagogical strategies learned in their university preparation programmes. The aim of professional 
experiences is ƚŽ “ĐƌĞĂƚĞĂƐŽĐŝĂůůĞĂƌŶŝŶŐƐƚƌƵĐƚƵƌĞǁŚĞƌĞďǇstudent teachers, cooperating teachers, 
and university personnel collĞĐƚŝǀĞůǇƐŚĂƌĞŝŶƚŚĞĐƌĞĂƚŝŽŶŽĨĐŽŵŵŽŶŐŽĂůƐ ? ? ? ? ?ĂŵƉďĞůů ?
Brummett, 2007, p. 54). Professional experiences are grounded in a three-way relationship between 
the pre-service teacher, cooperating teacher
1
 (also called associate teacher or supervising teacher) 
and the university supervisor/mentor
2
 which provides the basis for guidance of the pre-service 
teacher to ensure appropriate progress. This relationship requires a supportive structure in the form 
ŽĨĂŶ “ŽŶŐŽŝŶŐ ?ƐŚĂƌĞĚůĞĂƌŶŝŶŐĂŐĞŶĚĂĚŝǀŝĚĞĚĞƋƵĂůly between school and university  W one in 
ǁŚŝĐŚƚŚĞƌĞŝƐĂƚƌƵĞƉĂƌƚŶĞƌƐŚŝƉŽĨĞƋƵŝƚǇĂŶĚƌĞƐƉŽŶƐŝďŝůŝƚǇ ? ?ĂŵƉďĞůů ?ƌƵŵŵĞtt, 2007, p. 54). 
This notion of a partnership is apparent in much of the literature about professional experiences in 
education (also called teaching practicum and field experience); however, in practice effective 
partnerships between schools and teacher education institutions seem difficult to consistently 
achieve. A number of studies report that insufficient or inadequate training of cooperating teachers 
for their role, and a lack of clear communication about the roles of the pre-service teacher, 
cooperating teacher and university supervisor contribute to problems within professional 
experiences (Clarke, Triggs & Nielsen, 2014; Holbert, 2010; Koc, 2012; Norman, 2011). Norman 
ĚĞƐĐƌŝďĞƐƚŚĞƚƌŝĂĚŝĐƉƌĂĐƚŝĐƵŵƌĞůĂƚŝŽŶƐŚŝƉĂƐ “ĨƌĂƵŐŚƚǁŝƚŚƚĞŶƐŝŽŶƐŝŶĐůƵĚŝŶŐƉŽǁĞƌĂŶĚƉŽƐŝƚŝŽŶ ?
(2011, p. 50). It seems that the ideal partnership providing a supportive structure is rarely achieved, 
and the roles and expectations of each member of the practicum triad frequently lack clarity. 
                                                          
1
 Cooperating, associate and supervising teachers are classroom teachers who host pre-service teachers in 
their classroom for practicum experiences. 
2
 The university supervisor/mentor is from the teacher education institution and liaises with the host school 
and teacher during the practicum experience, and assists in the evaluation of the pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌ ?Ɛ
performance. 
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/ŶĂĚĚŝƚŝŽŶƚŽ ‘ĂƚŚŽŵĞ ?ƉƌŽĨĞƐƐŝŽŶĂůĞǆƉĞƌŝĞŶĐĞƐ ?ŝnternational professional experiences are 
increasingly being offered as an option in teacher preparation programmes, as a way of addressing 
goals related to internationalisation such as developing intercultural competence. Research suggests 
that international practicum opportunities can enhance deeper understandings of other cultures and 
cultural practices (Kissock & Richardson, 2010), develop intercultural competence (Deardorff, 2006) 
and culturally responsive teaching practices (Dantas, 2007).  It has been noted by some scholars that 
international experiences must be supported by academic programmes that include opportunities 
for students to engage with the issues related to intercultural competence and diversity, and to 
reflect on attitudes and assumptions related to these issues (Dantas, 2007; Santoro & Major, 2012).  
Much research in the area of international practicum experiences serves to evaluate and 
validate the value of international experiences for enhancing pre-service ƚĞĂĐŚĞƌƐ ?ƐĞůĨĞĨĨŝĐĂĐǇŝŶ
culturally diverse contexts.  Few studies consider the relationship between pre-service teachers and 
host teachers in international contexts, or the role that host teachers play in this context. 
This article aims to address this gap by exploring the relationship between pre-service 
teachers and host teachers during a four-week international professional experience in the Western 
Province of the Solomon Islands undertaken by seven Australian pre-service teachers from an 
Australian university. The study on which this article reports investigated had two main aims: to 
investigate how an international teaching practicum shapes pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐ ?ĂƚƚŝƚƵĚĞƐƚŽǁĂƌĚƐ
difference and diversity, and how international practicum experiences can contribute to the 
development of intercultural competence and culturally responsive practices. However, analysis of 
the data revealed tensions and contradictions in the ways that the pre-service teachers positioned 
the Solomon Island cooperating teachers, and raised questions about university policy and practice 
in regards to the design and implementation of international practicum programmes. 
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In the next section we provide an outline of education in the Solomon Islands and its colonial 
past. We then discuss professional experience partnerships and the role of cooperating teachers. A 
postcolonial framework provides an analytical lens through which we consider the negative 
implications for the cooperating teachers and the pre-service teachers when deficit models about 
different educational practices are reinforced and perpetuated in developing country contexts. We 
use a postcolonial stance to problematise the relationship between the teacher education 
institution, its students and staff, and host institutions and teachers, and to investigate the 
complexity and contradictions in these relationships. We conclude by offering some suggestions for 
acknowledging and valuing the role of cooperating teachers in international professional 
experiences in developing countries, and building effective partnerships in this space. 
Colonisation and education in the Solomon Islands 
The Solomon Islands were a protectorate of Britain from 1893 to 1978, at which point independence 
was gained. The period from 1998 to 2003 marked a time of political upheaval and violence when 
rebels on the island of Guadalcanal fought to overthrow the Malaitan Prime Minister, which 
occurred via a coup in 2000. New Zealand and Australian military forces became involved at this 
point and from 2003 Australian defence forces established RAMSI (Regional Assistance Mission to 
the Solomon Islands) ǁŚŝĐŚĂƐƐŝƐƚĞĚ^ŽůŽŵŽŶ/ƐůĂŶĚƐ ?ƉŽůŝĐĞƚŽŵĂŝŶƚĂŝŶ law and order across the 
island group. Political instability continued, but from 2003 economic and infrastructure rebuilding 
began, although this has been highly dependent on foreign aid (Whalan, 2011).  
Formal education in the Solomon Islands, which is not compulsory, grew out of the activities 
of missionaries. The official language of instruction is English and teaching materials such as 
textbooks are produced in English. However, particularly in the early primary years, instruction 
frequently occurs in Pidgin and local languages, of which there are many throughout the islands. The 
organisation of the curriculum, including the choice of discipline areas, reflects Western education 
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priorities and organisation. In 1984, Thomas and Postlethwaite asserted that education curricula in 
WĂĐŝĨŝĐ/ƐůĂŶĚŶĂƚŝŽŶƐǁĞƌĞ “ĚĞƐŝŐŶĞĚŵĂŝŶůǇƚŽǁĞƐƚĞƌŶŝƐĞWĂĐŝĨŝĐWĞŽƉůĞƐ ?ĂŶĚƚŚĂƚƚŚĞǇŽĨĨĞƌĞĚ
ůŝƚƚůĞƚŽƉĞŽƉůĞǁŚŽǁŝƐŚĞĚƚŽĨŽůůŽǁĂ “ƚƌĂĚŝƚŝŽŶĂůƐƚǇůĞŽĨůŝĨĞ ? ?Ɖ ? ? ? ? ?ĐŝƚĞĚŝŶƌĂǇ ?1993, p. 338). 
Bray suggests that little ŚĂƐĐŚĂŶŐĞĚƐŝŶĐĞƚŚĞŶ ?ĂŶĚƚŚĞ “ƐƚƌƵĐƚƵƌĞĂŶĚŽƌŝĞŶƚĂƚŝŽŶŽĨƐĐŚŽŽůƐ
ƌĞŵĂŝŶƐƐƚƌŽŶŐůǇtĞƐƚĞƌŶ ?ǁŝƚŚĐƵƌƌŝĐƵůƵŵĚĞƐŝŐŶĚŽŵŝŶĂƚĞĚďǇ “ǁĞƐƚĞƌŶĐŽŶĐĞƉƚƐĂŶĚĨĂƐŚŝŽŶ ?
(1993, p. 338).  
Part of the reason for this is that the education sector remains dependent on significant 
financial support from the international community for the development of curriculum materials, 
and to cover fees for school attendance (Whalan, 2011). While the Solomon Islands Government 
manages its own teacher education and supply, and has its own curriculum, this has been heavily 
influenced by New Zealand curricula via curriculum review and development projects funded by the 
European Union and New Zealand Agency for International Development (NZAID) (UNESCO, n.d.). 
Similarly, text books and education resources have been developed in conjunction with international 
education consultants. Writing about an NZAID project to build capacity in teacher education in the 
Solomon Islands, Alcorn (2010) notes a lack of written resources about Solomon Islands education by 
Solomon Islanders. She links this ƚŽƚŚĞƵƐĞŽĨ “ŝŶĂƉƉƌŽƉƌŝĂƚĞƚĞǆƚƐĂŶĚƌĞĂĚŝŶŐƐŝŶƐĐŚŽŽůƐĂŶĚ
higher education during the mission era  W but also since greater State involvement after 
ŝŶĚĞƉĞŶĚĞŶĐĞ ? ?Ɖ ? ? ? ? ? ?She describes the tendency of Solomon Island teachers to privilege Western 
knowledge and theory over indigenous knowledge and practice in curriculum content and pedagogy. 
The ongoing input and control of Solomon Islands curriculum and thus, pedagogy, by 
external Western aid agencies ensures a colonial echo throughout the education system. As Tikly 
(2009) reminds us, low-income countries, like the Solomon Islands, have limited capacity to 
determine their own education agendas and it is not surprising that the ongoing effects of 
colonisation are evident in the education system.  
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Professional experience partnerships and cooperating teachers 
A common theme in the professional experience literature related to pre-service teacher education 
is the importance of the partnership between school and teacher education institution. Allen, Butler-
Mader and Smith (2010) ƐƵŐŐĞƐƚƚŚĂƚƚŚĞĂŝŵŽĨƐƵĐŚƉĂƌƚŶĞƌƐŚŝƉƐŝƐƚŽƐŚĂƌĞ “ƌĞƐŽƵƌĐĞƐ ?ĞǆƉĞƌƚŝƐĞ ?
facilities and decision-ŵĂŬŝŶŐƚŽĂĐŚŝĞǀĞĂĐŽŵŵŽŶŐŽĂů ? ?Ɖ ? 617), and that effective partnerships 
lead to successful professional experiences for pre-service teachers. ,ŽǁĞǀĞƌ ?ƚŚĞ ‘ƚƌĂĚŝƚŝŽŶĂůĚŝǀŝĚĞ ?
between schools and teacher education institutions is a perennial problem, with each frequently 
being ignorant of the other ?Ɛ beliefs, values and practices (Allen, Butler-Mader & Smith, 2010; 
Zeichner, 2010). Bloomfield (2009) says professional experience needs to be more than  “ĂƉŽŽƌůǇ
reimbursed professional service delivered by teachers to teacher education institutions ? ?Ɖ ? ? ? ? ?^ŚĞ
suggests that universities are frequently ĚƌŝǀĞŶďǇƚŚĞŶĞĞĚƚŽƐĞĐƵƌĞ “ƐƵĨĨŝĐŝĞŶƚŶƵŵďĞƌƐŽĨƐĐŚŽŽů
ƉůĂĐĞŵĞŶƚƐĨŽƌƐƚƵĚĞŶƚƚĞĂĐŚĞƌƐ ? ?Ɖ ? ? ? ?ĂŶĚƚŚŝƐŽĐĐƵƌƐĂƚƚŚĞĞǆƉĞŶƐĞŽĨďƵŝůĚŝŶŐƐƚƌŽŶŐ ?
collaborative partnerships.  Darling Hammond (2006) concurs, ĐƌŝƚŝĐŝƐŝŶŐƚŚĞ “ĐůŝŶŝĐĂůside of teacher 
ĞĚƵĐĂƚŝŽŶ ?ĂƐ “ŚĂƉŚĂǌĂƌĚ ?ĚĞƉĞŶĚŝŶŐŽŶƚŚĞŝĚŝŽƐǇŶĐƌĂƐŝĞƐŽĨ ůŽŽƐĞůǇƐĞůĞĐƚĞĚƉůĂĐĞŵĞŶƚƐǁŝƚŚůŝƚƚůĞ
ŐƵŝĚĂŶĐĞ ? ? ?ĂŶĚůŝƚƚůĞĐŽŶŶĞĐƚŝŽŶƚŽƵŶŝǀĞƌƐŝƚǇǁŽƌŬ ? ?Ɖ  308). Bloomfield (2009) and Darling 
Hammond (2006) advocate the development of professional learning opportunities and mutual 
exchange as the basis for effective professional experience partnerships which position cooperating 
teachers as part of the teacher education team, and open the way for more symmetrical and 
reciprocal relationships.  
The role of cooperating teachers encompasses making connections between the classroom 
and university coursework, socialising pre-service teachers into the school context, developing skills 
and strategies for teaching, guiding planning and management, and providing professional and 
personal development (Holbert, 2010). In a review of sixty years of literature about cooperating 
teachers, Clarke, Triggs and Nielsen (2014) identify three common conceptions that teacher 
educators hold about cooperating teachers. The first is that the cooperating teacher is Ă “ĐůĂƐƐƌŽŽŵ
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ƉůĂĐĞŚŽůĚĞƌ ?ǁŚĞƌĞƚŚĞƉƌĞ-service teacher changes places with the classroom teacher who lets the 
pre-service teacher take over the classroom and becomes absent to a greater or lesser degree.  
Second is the cooperating teacher as practicum supervisor where the cooperating teacher oversees 
the pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌ ?ƐǁŽƌŬŝŶĂƉƉůǇŝŶŐǁŚĂƚƚŚĞǇůĞĂƌŶĞĚŝŶƚŚĞŝƌƵŶŝǀĞƌƐŝƚǇĐŽƵƌƐĞ ?&ŝŶĂůůǇ ?ƚŚĞ 
cooperating teacher as  “ƚĞĂĐŚĞƌĞĚƵĐĂƚŽƌ ?describes the cooperating teacher who works closely 
with the pre-service teacher to coach them into the teaching role. This last role requires cooperating 
teachers who are knowledgeable about education literature and current debates (Clarke, et al., 
2014, p. 167). Clearly, the third view is the ideal, but is only achieved when teacher education 
institutions do the work needed to build relationships and collaborations with schools to enable 
cooperating teachers to take up such roles.  
An acknowledged problem in professional experience partnerships is the differential power 
relations amongst the participants. On the one hand, universities are seen as, and often act as 
 “ƉƵƌǀĞǇŽƌƐŽĨŬŶŽǁůĞĚŐĞĂŶĚƐŬŝůůƐ ? ?ůůĞŶ ?ĞƚĂů ? ? ? ? ? ? ?Ɖ ? ? ? ? ?ŝŶƌĞůĂƚŝŽŶƐŚŝƉƐǁŝƚŚƐchools and pre-
service teachers. On the other hand, cooperating teachers have the power ƚŽ “ĚĞŶǇĂĐĐĞƐƐƚŽƚŚĞ
student ƚĞĂĐŚĞƌ ?ƐĐŚŽƐĞŶƉƌŽĨĞƐƐŝŽŶ ? ?ĚĂŵƐ ?DŽƌĞŚĞĂĚ& Sledge, 2008, p. 121). These dynamics 
are not a good basis for developing effective partnerships. Power dynamics are further complicated 
by the fact that the cooperating teacher usually has a limited role in guiding the pre-service teacher 
and frequently no role in determining the outcome of the professional experience; this role falls 
largely to the university supervisor. In addition, as this article will reveal, the complexity of 
relationships in postcolonial spaces, where cooperating teachers may not share the same first 
culture or language, or notions of what counts as best practice with pre-service teachers, has 
implications for building partnerships in international contexts.  
Postcolonialism 
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Postcolonialism has the potential to reveal and assist understandings of  “ƚŚĞĚŝĂůĞĐƚŝĐĂůƌĞůĂƚŝŽŶƐŚŝƉ
ďĞƚǁĞĞŶƚŚĞĐŽůŽŶŝǌĞƌƐĂŶĚĐŽůŽŶŝǌĞĚ ? ?Zŝǌǀŝ ?>ŝŶŐĂƌĚ ?>ĂǀŝĂ ? 2006, p. 256). Postcolonial scholars 
are concerned with exploring  “ƚŚĞƉŚŝůŽƐŽƉŚŝĐĂů ?ĞĐŽŶŽŵŝĐĂŶĚƐŽĐŝŽĐƵůƚƵƌĂůĐŽŶƐĞƋƵĞŶĐĞƐŽĨ
ĐŽůŽŶŝĂůŝƐŵ ? ?,ŝĐŬůŝŶŐ-Hudson, Matthews & Woods, 2004, p. 2); that is, the ongoing effects of 
colonisation on the cultural, economic and social life of postcolonial societies. For many former 
colonies, the outcomes of these effects are  “ŝŵƉŽǀĞƌŝƐŚŵĞŶƚ ?ĚĞĞƉŝŶĞƋƵŝƚǇŝŶƚŚĞƐƉŚĞƌĞŽĨŐůŽďĂů
ƉŽǁĞƌ ?ĂŶĚƉƌŽďůĞŵĂƚŝĐƐƚƌƵĐƚƵƌĞƐŽĨŐŽǀĞƌŶĂŶĐĞ ? ?,ŝĐŬůŝŶŐ-Hudson et al., 2004, p. 4). Postcolonial 
theory is concerned with how colonial discourses continue to shape ways of talking, thinking and 
being in the world that have material outcomes for people in postcolonial contexts.  
International practicum experiences are frequently taken up by pre-service teachers from 
 ‘ĚĞǀĞůŽƉĞĚ ?ŶĂƚŝŽŶƐĂŶĚŽĐĐƵƌŝŶ ‘ĚĞǀĞůŽƉŝŶŐ ?ĐŽƵŶƚƌŝĞƐ. While the terms 'developing ? and 
 ?ĚĞǀĞůŽƉĞĚ ? are commonly used in this context, they are problematic and contested. The term 
 ‘ĚĞǀĞůŽƉŝŶŐĐŽƵŶƚƌǇ ?ŝƐĐŽŵŵŽŶůǇƵƐĞĚ to refer to contexts that, in contrast to 'developed' countries 
and nations, are yet to achieve the political, social and economic status associated with 
development. Interrogation of the concept of  ‘ĚĞǀĞůŽƉŵĞŶƚ ? reveals that it is often defined and 
understood from a 'Western' perspective drawing on concepts such as progress to validate ongoing 
interference by the West in the political, economic, social and educational systems of postcolonial 
societies, which are commonly represented as the backward  ‘ŽƚŚĞƌ ? (Andreotti, 2011; Hickling-
Hudson et al., 2004). Development and aid discourses normalise the notion that postcolonial nations 
need assistance to join the developed, globalised world, and thus ƌĞƉƌŽĚƵĐĞ “ǀĂƌŝŽƵƐĨŽƌŵƐŽĨ
tĞƐƚĞƌŶŚĞŐĞŵŽŶŝĐƉŽǁĞƌ ?ǁŚĞƌĞƚŚĞtĞƐƚďĞĐŽŵĞs the model for the developing world (Kapoor, 
2004, p. 628). A feature of many postcolonial societies is that despite political independence, the 
vestiges of colonialism remain in dominant narratives, and developing countries aspire to be like the 
West with Western superiority taken for granted and unquestioned (Andreotti, 2011; Hickling-
Hudson, et al., 2004; Rizvi, Lingard & Lavia, 2006).  Andreotti suggests that  “tĞƐƚĞƌŶŝŶƚĞƌĞƐƚƐĂƌĞ
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ƵŶŝǀĞƌƐĂůŝǌĞĚĂŶĚŶĂƚƵƌĂůŝǌĞĚŝŶƚŚĞƌĞƐƚŽĨƚŚĞǁŽƌůĚ ?so that  ‘developing ? countries become 
complicit in discourses of development and aid (2011, p. 38).  
Education plays a significant role in development discourses, particularly in relation to 
economic growth and poverty reduction (Tikly, 2009, p. 37). The education systems of many post-
colonial societies rest on old colonial models characterised by unequal schooling structures, 
Eurocentric curricula, and embedded patterns of disadvantage which persist despite modifications 
(Hickling-Hudson et al., 2004, p. 7). The influence of neoliberal global policies, which focus on 
economic growth and poverty reduction, result in low-income countries having limited capacity to 
ĚĞƚĞƌŵŝŶĞƚŚĞŝƌŽǁŶĞĚƵĐĂƚŝŽŶĂŐĞŶĚĂƐĚƵĞƚŽƚŚĞ “ĚŝƐĐŝƉůŝŶĂƌǇŵĞĐŚĂŶŝƐŵƐŽĨƉŽǀĞƌƚǇĐŽŶĚŝƚŝŽŶĂů
lending, poverƚǇƌĞĚƵĐƚŝŽŶĂŶĚŝŶƚĞƌŶĂƚŝŽŶĂůƚĂƌŐĞƚƐĞƚƚŝŶŐ ? ?dŝŬůǇ ? ? ? ? ? ?Ɖ ? ? ? ? ?>ŝŶŬŝŶŐĂŝĚĨƵŶĚŝŶŐ
ƚŽĞǆƚĞƌŶĂůŝŵƉĞƌĂƚŝǀĞƐĐŽŵƉƌŽŵŝƐĞƐƚŚĞĂďŝůŝƚǇŽĨŶĂƚŝŽŶƐƚŽƉƵƌƐƵĞ “ŝŶĚŝŐĞŶŽƵƐůǇĚĞƚĞƌŵŝŶĞĚ
ƉƌŝŽƌŝƚŝĞƐ ? ?dŝŬůǇ ? ? ? ? ? ?Ɖ ? ? ? ?ĂŶĚĨƵƌƚŚĞƌĞŵďĞĚƐƵƌŽĐ ŶƚƌŝĐƐǇƐƚĞŵƐŽf education and educational 
resources. It is, then, extremely difficult for former colonies to displace the inequitable structures of 
their colonial past which continue to be instantiated in Western influenced curricula, pedagogical 
approaches and exam systems. Yang (2014), in the context of higher education in China, suggests 
that neo-colonialism is perpetuated in education through the dominance of English in many 
disciplines, and as a medium of instruction in many postcolonial contexts. Nordtveit goes further 
ĐŽŶĐůƵĚŝŶŐƚŚĂƚƚŚĞtĞƐƚŝƐƐƵĐĐĞƐƐĨƵůůǇĞǆƉŽƌƚŝŶŐĂ “ĐĂƉŝƚĂůŝƐƚ-ŵŽĚĞƌŶŝƚǇŝĚĞŽůŽŐǇ ?ƚŚĂƚƚƌĂƉƐ
ĚĞǀĞůŽƉŝŶŐĐŽƵŶƚƌŝĞƐŝŶƚŽĂ “ƐǇƐƚĞŵŽĨĚŝƐĐŽŶƚĞŶƚ ?ŝŶǁŚŝĐŚĞĚƵĐĂƚŝŽŶĂŶĚĚĞǀĞůŽƉŵĞŶƚǁŝůůƉƌŽǀŝĚĞ
wealth, happiness and cultivation (2010, p. 335). Teaching practicum experiences that take place in 
developing countries potentially reinforce colonial discourses and can act as a form of neo-
colonialism ĚŽŝŶŐĨƵƌƚŚĞƌĚĂŵĂŐĞŽƌ ‘ǀŝŽůĞŶĐĞ ? in these contexts.  
Methodology 
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The study was conducted in three primary schools and one secondary school in the Solomon Islands. 
All schools were administered by the Uniting Church. The university had a previous connection (in 
the 1980s and 90s) to the secondary school, and groups of pre-service teachers had undertaken 
visits up to 1995 when the political situation became too unstable. This, then, was the first year of a 
new programme. After obtaining ethics approval, pre-service teachers, cooperating teachers and 
principals were invited to participate in the study. Seven of the twelve pre-service teachers who 
undertook the four-week international experience agreed to participate in the study  W all were 
women. Five of the twelve cooperating teachers, and three of the four school principals also agreed 
to be interviewed.  
Participants 
The pre-service teacher participants represented a range of ages and experiences. Karolyn
3
 was 31 
years old and in her third year of a Bachelor of Education (Middle School). She was a maths specialist 
and was placed at the secondary school. Melanie was 46, and had participated in an international 
experience in India the previous year, which had been her first overseas experience. She was also in 
her third year of a Bachelor of Education (Middle School) specialising in English and History, and was 
placed at the secondary school. Abbey, 25 years old, was in the third year of an early childhood (EC) 
and primary teaching degree. She was placed in a Year 5 primary school class. Nicole and Belinda 
were both 20 years old and in the second year of an EC and primary degree. This was their first 
primary professional experience and they were placed with year 4 and 5 classes respectively. Nicole 
had previously travelled to Japan, and Belinda had volunteered at schools in Vanuatu and Bali. 
Evelyn was 28 years old and in the third year of a primary Bachelor of Education. She had experience 
in outdoor education, and was widely travelled. She had worked on a Canadian Summer Camp with 
culturally diverse children. Evelyn was placed in a kindergarten class of 5 year old children. Fiona, the 
                                                          
3
 In order to protect participants' identities, all names and place names are pseudonyms. 
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oldest in the group at 54, was an experienced primary teacher who was completing a Masters in 
TESOL (Teaching English for speakers of other languages). She had previously taught in Indigenous 
communities in Australia and she was placed in a multi-level primary class.  
Like the pre-service teachers, the cooperating teacher participants brought a range of 
experience to the partnership. James and Betty were primary school principals who were also 
experienced teachers. Betty was the only female principal in the local schools, and she had 
progressive ideas about education which she communicated to her staff and to the pre-service 
teachers. David had been a minister of religion, was in his first year as principal of a large secondary 
boarding school in the province, and was finding the role challenging. Three of the teacher 
participants worked at the secondary school. Beatrice and Constance were both secondary math 
teachers. Beatrice was in her 20s and had a degree but no teaching qualification. Constance, also in 
her 20s, was a trained teacher who was in her first teaching position. Pamela, on the other hand, 
was a very experienced secondary English teacher who had taught in secondary schools around 
Western Province and had hosted pre-service teachers from the Teacher Training College in Honiara. 
There were two primary teacher participants: Heather, who had trained as a teacher in Papua New 
Guinea, and was about to retire after many years teaching in the Solomon Islands and Papua New 
Guinea, and Faith, also a qualified teacher with eight ǇĞĂƌƐ ?ĞǆƉĞƌŝĞŶĐĞ.  
Data collection 
The first author was the accompanying academic and had responsibility for observing and writing 
the final professional experience reports for the pre-service teachers. To avoid any conflict of 
interest with the role as researcher, no data were collected from the seven pre-service teachers until 
after all grades were finalised. Semi structured interviews were conducted on two occasions; the 
first, within two months of returning to Australia, and the second, about six months later. The 
purpose of the first interview was to explore ƚŚĞƉĂƌƚŝĐŝƉĂŶƚƐ ?ƌĞƐƉŽŶƐĞƐƚŽƚŚĞŝƌĞǆƉĞƌŝĞŶĐĞƐŝŶƚŚĞ
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Solomon Islands and the impact of the experience on their attitudes towards diversity, and their 
feelings of intercultural competence as teachers. The second interview occurred after the pre-
service teachers had undertaken further professional experience in Australia, and explored the 
extent to which the international professional experience impacted on subsequent teaching 
experiences. In the second round of interviews, a key question asked about the potential for the 
^ŽůŽŵŽŶ/ƐůĂŶĚƐ ?cooperating teachers to take a more active supervision role in the practicum. 
The principals and cooperating teachers were interviewed in order to gather their views about the 
practicum experience and its impact on them, their schools and students. The English language level 
of the teachers and principals varied, but was adequate for successful interviews. In addition, 
reflective journals were maintained by the pre-service teachers and accompanying academic to 
record their perceptions of their experiences.  
Data analysis 
The data were analysed using a thematic approach that distilled pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐ ?ƌĞƐƉŽŶƐĞƐƚŽ
the international experience in terms of the interview questions. The interviews were transcribed, 
read and annotated as key themes for each participant were identified. Table formats organised the 
interview and journal data into emerging themes and the key aspects of each. For example, one 
theme that emerged from the pre-service teacher interview data was the experience of being an 
outsider, and the subthemes; being treated differently, conforming to a local dress code, and 
communicating with local people. The themes that emerged from the interviews with the principals 
and teachers included; the benefits of having Australian pre-service teachers in the school, the 
strengths and weaknesses of the pre-service teachers, their relationships within the schools, and 
comparisons between Australian and Solomon Islands ? curriculum and teaching styles. Evidence of 
contradictory and troubling power relations in the relationships between the cooperating teachers 
and the pre-service teachers emerged from the data and forms the basis for the following discussion 
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of the data. The data used in this discussion is largely drawn from the pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐ ?
interviews. 
Findings 
Tensions and contradictions in pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐ ?ƉĞƌĐĞƉƚŝŽŶƐŽĨĞducation in the Solomon 
Islands 
In discussing their perceptions of education in the Solomon Islands, the pre-service teachers 
expressed views that were often contradictory, highlighting the tensions and ambiguities that they 
grappled with as they tried to make sense of their experiences. On the one hand, all participants 
made negative comparisons between education in the Solomon Islands and Australia. On the other 
hand, they also recognised the experience and positive qualities of their cooperating teachers, and 
the challenges of the context, such as not being paid by the government for many months, and 
having limited access to ongoing professional development. 
All the pre-service teachers suggested the pedagogies they witnessed in the Solomon Islands 
were backward, old-fashioned and behind the times. Abbey said:  “I felt like I was back in the 1960s 
or something like that...for me it felt ůŝŬĞŝƚǁĂƐďĂĐŬĂĨĞǁǇĞĂƌƐ ? ?Belinda added more detail in her 
ĚĞƐĐƌŝƉƚŝŽŶ P “It kind of reminded me of probably what teaching would have been like a hundred years 
ago in Australia. Like with the wooden desks, the blackboard and it was just very structured...the 
ƚĞĂĐŚĞƌƚĞĂĐŚĞƐƚŚĞŬŝĚƐ ?>ŝŬĞ ?ƚŚĞƌĞ ?ƐŶŽƚĂůŬŝŶŐǁŝƚŚƚŚĞŬŝĚƐ ?/ƚ ?ƐũƵƐƚǀĞƌǇďĂƐŝĐƚĞĂĐŚŝŶŐĂŶĚ
basically the opposite to constructivism... ? ? There were numerous examples in the interview data 
and from reflective journals of pre-service teachers describing the teaching they observed as inferior 
to education in Australia. Evelyn noted the amount of rote learning, and assumed that this meant 
ƚŚĂƚ “TheǇƐĞĞƚŚĞƐƚƵĚĞŶƚƐĂƐůŝŬĞƚŚĂƚĞŵƉƚǇǀĞƐƐĞůƚŽďĞĨŝůůĞĚƵƉ ?. In her view there was no 
 “ŵĞĂŶŝŶŐŵĂŬŝŶŐŽƌĐƌŝƚŝĐĂůƚŚŝŶŬŝŶŐŽƌĞǀĞŶŚŝŐŚĞƌŽƌĚĞƌƚŚŝŶŬŝŶŐ ? ?The pre-service teachers viewed 
the pedagogical approaches as inferior and not in alignment with contemporary theory about 
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constructivism that they had been exposed to in their teacher education programme. Melanie wrote 
in her journal: 
So the teacher stood out the front and delivered the information they wanted the students to 
know... Teaching was mainly from text books which I had a bit of trouble with - that's not the 
way we're taught to teach here in Australia.  
The pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐ ? own lack of critical reflection is interesting, as there are undoubtedly 
examples of the styles of teaching mentioned here to be found in contemporary Australian 
classrooms. And, in fact, the five participants placed in primary classrooms acknowledged that there 
were practices, such as group work, that fitted with their views about the nature of effective and 
contemporary teaching. However, this was not sufficient to challenge their overall view of Solomon 
/ƐůĂŶĚƐ ?education as old fashioned and therefore, ineffective. 
The pre-service teachers also commented on the poor resourcing of the schools in which 
they were placed. A consistent power supply, internet access, paper, chalk, art materials, many of 
the things they took for granted in Australian schools, were not part of their teaching reality in the 
Solomon Islands. There were textbooks for English, maths and science, ďƵƚƚŚĞƚĞĂĐŚĞƌƐ ?reliance on 
these as the only source of teaching content and practice reflected, in the pre-service teachers' 
views, an impoverished pedagogy that was inferior to that of Australian teachers. Even where there 
were resources, the pre-service teachers ĐŽŵŵĞŶƚĞĚƚŚĂƚƚŚĞǇǁĞƌĞŶ ?ƚƵƐĞĚĂŶĚƚŚĂƚ the teachers 
 ‘ĚŝĚŶ ?ƚŬŶŽǁŚŽǁƚŽƵƐĞƚŚĞŵĂŶĚ/ĚŽŶ ?ƚƚŚŝŶŬƚŚĞǇŬŶĞǁŚŽǁƚŽŽƌŐĂŶŝƐĞĂƚŝŵĞƐŽƚŚĂƚƚŚĞǇĐŽƵůĚ
ďĞƵƐĞĚƉƌŽĚƵĐƚŝǀĞůǇ ? (Fiona).  
Their construction of a binary of Australian (Western) education approaches as superior and 
the Solomon Islands approaches as inferior, may have been confirmation and justification for some 
of the pre-service teachers that  they were well placed to make a positive contribution to education 
in the Solomon Islands, and indeed, to the lives of Solomon Islanders. Santoro comments that 
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Australian pre-service teachers' views of Indian education and Indian teachers whilst on an 
international study trip were "embedded within discourses of benevolence and charity" (2014, p. 
 ? ? ? ?ĂŶĚƚŚĂƚ “there was little the pre-service teachers thought they could learn from the Indian 
teachers [which] may well have led to them constructing themselves as experts in comparison and 
therefore, well positioned to improve the Indian children's experiences of education" (Santoro, 2014 
p. 439).  
A recognised unintended consequence of study and volunteer abroad programmes is the 
ƚĞŶĚĞŶĐǇĨŽƌƉĂƌƚŝĐŝƉĂŶƚƐƚŽƌĞŵĂŝŶƵŶĂǁĂƌĞŽĨƚŚĞŝƌŽǁŶ “ŝŶĐƵůĐĂƚŝŽŶŝŶĐŽŶƚĞŵƉŽƌĂƌǇĨŽƌŵƐŽĨ
ŝŵƉĞƌŝĂůŝƐŵ ? ?ŽŽŬ ? ? ? ? ? ? p. 124). Cook, writing in the context of development workers, goes on to 
ĂƐƐĞƌƚƚŚĂƚŝŶƚŚĞƉƌŽĐĞƐƐŽĨŚĞůƉŝŶŐŽƚŚĞƌƐĂŶĚĚĞǀĞůŽƉŝŶŐŽŶĞƐĞůĨ ?ŽŶĞŽĨƚĞŶ “ŝŵƉůŝĐŝƚůǇĂŶĚ
ƵŶŝŶƚĞŶƚŝŽŶĂůůǇĚĞŶŝŐƌĂƚĞƐKƚŚĞƌƐ ? ?Ɖ ? ? ? ? ? ?dŚŝƐƐĞĞŵƐƚŽďĞƚŚĞĐĂƐĞĨŽƌƚŚĞƉƌĞ-service teachers 
who made few attempts to consider the context, culture or reasons why the styles of teaching they 
witnessed may have developed or been considered appropriate in the Solomon IslandƐ ? context. 
They were largely unable to shift their own cultural references and Western perspectives to consider 
alternative ways of understanding the education system and practices in the Solomon Islands.  
This observation/analysis raises concerns about pre-service teacher preparation for the 
international experience programme. Participants were required to attend several pre-departure 
seminars to prepare them for their broader responsibilities as representatives of the university in 
international contexts, to introduce them to the logistics and practicalities of the programme, and a 
country-specific briefing. They were required to maintain a reflective journal, but there were no 
opportunities for the pre-service teachers to engage with concepts that may have helped them to 
think differently about the context they were about to visit, or how to understand it, and their 
attitudes towards it. Furthermore, in order to meet accrediting body requirements, the 
accompanying university academic was required to take up the role of practicum supervisor. It could 
be argued, this positioned the cooperating teachers as incapable of fulfilling the role, thus 
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contributing to a deficit discourse about education in the Solomon Islands. While during pre-
departure seminars there was some discussion about the need to learn from cooperating teachers, 
they were, in effect, written out of the narrative of professional experience in the Solomon Islands 
from the beginning. 
Although the pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐŐĞŶĞƌĂůůǇǀŝĞǁĞĚƚŚĞ^ŽůŽŵŽŶ/ƐůĂŶĚƐ ?ĞĚƵĐĂƚŝŽŶƐǇƐƚĞŵ
as inferior to their own, there were signs that some were able to think more deeply about their 
experiences, taking account of the context and their positioning within it. In particular, Melanie and 
Fiona, two mature-age students, seemed to use the interviews after the practicum as an opportunity 
to reflect on their experiences. Both were able to identify the Western influence in the Solomon 
Islands education system. Melanie expressed it thus: 
/ƚŚŝŶŬƚŚĞƐǇƐƚĞŵŝƐǀĞƌǇŵƵĐŚĂŶŶŐůŝƐŚŽƌĂtĞƐƚĞƌŶďĂƐĞĚƐǇƐƚĞŵ ?dŚĞǇ ?ƌĞŶŽƚƚĞĂĐŚŝŶŐ
perhaps within the context of their own culture, and so that makes learning even more 
ĚŝĨĨŝĐƵůƚĨŽƌƚŚĞƐƚƵĚĞŶƚƐ ?dŚĞĐƵƌƌŝĐƵůƵŵŝƐŶ ?ƚŶĞĐĞƐƐĂƌŝůǇĞŵďĞĚĚĞĚŝŶƚŚĞǁĂǇƐƚƵĚĞŶƚƐ
learn.  
In a similar vein, Fiona (an experienced teacher enrolled in a graduate degree) identified a 
ƐĞƉĂƌĂƚŝŽŶďĞƚǁĞĞŶŚŽŵĞĂŶĚƐĐŚŽŽůŝŶƚĞƌŵƐŽĨ^ŽůŽŵŽŶ/ƐůĂŶĚƐ ?ĐƵůƚƵƌĞƐĂǇŝŶŐƚŚĂƚŚŽŵĞǁĂƐ
where culture was maintained while  “ƐĐŚŽŽůǁĂƐƚŚĞ ?ǁŚŝƚĞ ?ǁĂǇ ? ? These deeper and more insightful 
reflections were part of the second round of interviews conducted about a year after the 
experience. 
The pre-service teachers also recognised that they were positioned by their cooperating 
teachers as having superior knowledge and skills. During the first interview, Belinda said P “They had 
kind of faith in yoƵďĞĐĂƵƐĞǇŽƵǁĞƌĞƵƐƚƌĂůŝĂŶ ?ǁŚŝĐŚǁĂƐ ? ? ?ƚŚĞǇƐŚŽƵůĚŶ ?ƚďƵƚƚŚĞǇĚŝĚ ?ǇĞĂŚ ?dŚĞǇ
ƚƌƵƐƚĞĚǇŽƵ ?. She goes on to comment on the experience and knowledge of her cooperating teacher 
ƐĂǇŝŶŐ ? “It was as though she thought I knew more than her when really she knew heaps more than 
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ŵĞ ? ?Fiona said:  “^ŚĞ ?ŚĞƌĐŽŽƉĞƌĂƚŝŶŐƚĞĂĐŚĞƌ ?ůŽŽŬĞĚƵƉƚŽŵĞ ?ǁŚŝĐŚ/ĚŝĚŶ ?ƚůŝŬĞ ?/ĚŽƚŚŝŶŬŽǀĞƌĂůů
we were well respected more because we were white than because we were professionals to start off 
ǁŝƚŚ ? ?Elsewhere, one of the authors has suggested teaching experiences in developing countries 
need to be accompanied by opportunities for pre-service teachers to "interrogate the assumptions 
that underpin their beliefs and actions. This will, by necessity, require them to critique their own 
positioning as members of the white hegemonic  ‘mainstream'" (Santoro 2014, p. 441). There was 
much more that could have been done within the programme to enable this and encourage pre-
service teachers to critically analyse the ways they were being positioned, and why. This requires 
reflexivity, an openness and willingness to engage with alternative perspectives and an ability to 
ůŝƐƚĞŶ ?ĂƐŬƋƵĞƐƚŝŽŶƐĂŶĚůĞĂƌŶĨƌŽŵƚŚĞ ‘ŽƚŚĞƌ ? ? 
The second round of interviews with the pre-service teachers explored how cooperating 
teachers could be positioned to take a more active supervision role. Fiona and Belinda believed that 
this was possible, but said it would need structure and support. Their suggestions included 
professional development about how to critically assess the pre-service teachers and how to give 
constructive feedback. Melanie also believed that the cooperating teachers could and should take on 
supervision but ĨĞůƚƚŚĞǇǁĞƌĞĚŝƐĐŽƵƌĂŐĞĚĨƌŽŵĚŽŝŶŐƐŽďĞĐĂƵƐĞ “ƚŚĞǇƉƌŽďĂďůǇĚŽŶ ?ƚŐĞƚƐƵƉƉŽƌƚ
from their ŐŽǀĞƌŶŵĞŶƚƚŚĞǁĂǇǁĞĚŽ ?ĂƐŝŶŽŶŐŽŝŶŐƉƌŽĨĞƐƐŝŽŶĂůĚĞǀĞůŽƉŵĞŶƚ ?. Evelyn and Belinda 
identified the potential for a greater level of reciprocity in the exchange between pre-service and 
ĐŽŽƉĞƌĂƚŝŶŐƚĞĂĐŚĞƌƐ ?ǀĞůǇŶĐŽŵŵĞŶƚĞĚ ? “They have so much knowledge about structured teaching 
ƚŚĂƚǁĞĚŽŶ ?ƚŚĂǀĞĂƐƉƌĞ-service teachers... the associates could show, ĂŶĚƚŚĞŶǇŽƵƉƌĂĐƚŝĐĞŝƚ ? ? 
These shifts in the pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐ ?ǁĂǇƐŽĨƚĂůŬŝŶŐĂďŽƵƚƚŚĞŝƌĞǆƉĞƌŝĞŶĐĞƐĂƌĞ
indicative of the tensions in their perceptions of education in the Solomon Islands. This space 
potentially offers opportunities to challenge deficit constructions, a point to which we return later in 
the discussion. 
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Cooperating teacher complicity and resistance 
In the same way that the pre-service teachers held contradictory views about teaching and learning 
in the Solomons, so did the cooperating teachers and principals. On the one hand, there was 
evidence of complicity in the dĞĨŝĐŝƚĚŝƐĐŽƵƌƐĞĂďŽƵƚ^ŽůŽŵŽŶ ?Ɛ education; and on the other hand, 
there was a sense of resistance by the cooperating teachers as they described their professionalism.  
Some of the older participants, particularly those who had been taught by expatriate 
teachers, saw the loss of the expat community in the Solomon Islands as the cause of decline in the 
education system. David, the secondary school principal said,  “We would like, there was the talk of 
having all white ex-pats coming back to Uniting College. That is the general feeling because when the 
school started here it was all expatriates and so when the thing went down there was this call from 
ƚŚĞĐŚƵƌĐŚ ? ?tŚǇĐĂŶ ?ƚǁĞŚĂǀĞƚŚĞƐĞƉĞŽƉůĞĐŽŵŝŶŐďĂĐŬ ? ? ?.  
ĞĂƚƌŝĐĞ ?ĂƚĞĂĐŚĞƌĂƚƚŚĞƐĞĐŽŶĚĂƌǇƐĐŚŽŽůƐĂŝĚ P “In the Solomons we normally [see] whites 
as someone very higher than us ?. ĨĞĞůŝŶŐĞĐŚŽĞĚďǇĂǀŝĚ ?ŚĞƌƉƌŝŶĐŝƉĂů P “ ? ? ?especially the teachers 
from Australia, or from an ex-pat teacher, it gives some kind of big, ... like this kind of very high 
respect, very high respect and high regard for teachers from ex-pats, white ex-pats, because of your 
knowledge and of your skills ?. It seemed that merely by virtue of being white and from Australia, the 
pre-service teachers were accorded respect that they had not necessarily earned. James, a primary 
school principal also seemed to value what the pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐŚĂĚƚŽŽĨĨĞƌ P “We need more of 
these new insights and contributions where new people will bring into our school ?. It seemed that 
the ^ŽůŽŵŽŶ ?Ɛ teachers, viewed whatever the pre-service teachers did as better than what the local 
teachers could do. This is despite the fact that the pre-service teachers were in only the second or 
third year of their programme and thus very inexperienced, while many of the cooperating teachers 
were highly experienced.  
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This complicity in the construction of deficit discourses about Solomon Islands education and 
teaching was also apparent in the reluctance of the cooperating teachers to be observed and to give 
feedback about teaching to the pre-service teachers. Melanie summed it up in her reflective journal: 
The associate teachers are reluctant to give us any professional assistance and I think this is 
because they are aware of the difference which exists in the level of education they have had 
compared to us. Some of the teachers have attended higher education however some have 
had no formal teacher training and therefore lack the confidence to offer advice. 
Evelyn reported that her cooperating teacher  “ǁĂƐƌĞůƵĐƚĂŶƚƚŽĚŽƚŚĂƚƌĞĂůůǇĐŽŶƐƚƌƵĐƚŝǀĞŬŝŶĚŽĨ
ĐƌŝƚŝƋƵĞĂŶĚĨĞĞĚďĂĐŬ ?, while Belinda said,  “ƐŚĞŶĞǀĞƌŐĂǀĞŵĞĂŶǇŶĞŐĂƚŝǀĞĨĞĞĚďĂĐŬ ? adding,  “ŝƚ ?Ɛ
ĂůŵŽƐƚĂƐƚŚŽƵŐŚƚŚĞǇ ?ƌĞƐĐĂƌĞĚƚŽŐŝǀĞǇŽƵƚŚĂƚ ? ? McKenzie and Fitzsimmons (2010) made similar 
findings in a study focusing on an international practicum in Fiji. They described the Fijian teachers 
ĂƐ “ǁĂƌŵ ?ŚŽƐƉŝƚĂďůĞĂŶĚƐƵƉƉŽƌƚŝǀĞ ?ďƵƚ ?ƌĞůƵĐƚĂŶƚƚŽĂƐƐƵŵĞƌĞƐƉŽŶƐŝďŝůŝƚǇĨŽƌĂĐƚŝǀĞƐƵƉĞƌǀŝƐŝŽŶ ?
(p. 46). The authors speculate that this ŵĂǇŚĂǀĞďĞĞŶĚƵĞƚŽƚŚĞ&ŝũŝĂŶƚĞĂĐŚĞƌƐ ?ĐŽŶƐŝĚĞƌŝŶŐ
themselves as underqualified compared to the Australian pre-service teachers. Similarly, while the 
lack of teaching qualifications amongst some of the Solomon Islands cooperating teachers may have 
been a factor in their reluctance to provide critical feedback, it is also possible that some may have 
felt that their English was not good enough to give detailed feedback or complete written 
observations.  ŶŽƚŚĞƌĞǆƉůĂŶĂƚŝŽŶĨŽƌƚŚĞĐŽŽƉĞƌĂƚŝŶŐƚĞĂĐŚĞƌƐ ?ƌĞƚŝĐĞŶĐĞƚŽďĞŽďƐĞƌǀĞĚĂŶĚƚĞĂĐŚ
in front of the pre-service teachers is revealed in the following quote: 
When you people come you are new to us.  We see you people and we also feel frightened to 
give some things to people like you might not like it, like our culture.  Like this, but we just try 
our best. (Pamela, cooperating teacher) 
dŚŝƐĞĐŚŽĞƐĞůŝŶĚĂ ?ƐĐŽŵŵĞŶƚĂŶĚ suggests the tacit and unspoken discourse of Western 
ƐƵƉĞƌŝŽƌŝƚǇƵŶĚĞƌŵŝŶĞĚƚŚĞůŽĐĂůƚĞĂĐŚĞƌƐ ?ƐĞůĨĐŽŶĨŝĚĞŶĐĞƚŚĂƚƚŚĞǇŚĂĚƐŽŵĞƚŚŝŶŐǁŽƌƚŚǁŚŝůĞƚŽ
offer the Australian pre-service teachers.   
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However, the cooperating teachers and principals also described the encouragement and 
help they provided the pre-service teachers, such as ƐŚŽǁŝŶŐƚŚĞŵ “Ă^ŽůŽŵŽŶ/ƐůĂŶĚǁĂǇŽĨ
ƚĞĂĐŚŝŶŐ ? ?ƚŚĞƚĞǆƚďŽŽŬƐ ?ƚŚĞǁĂǇƚĞƐƚƐĂŶĚĞǆĂŵƐĂƌĞĚŽŶĞ ?ƚĂůŬŝŶŐĂďŽƵƚƚŚĞƐǇůůĂďƵƐ ?cultural and 
traditional activities, and so on. Primary principal James ƐƵŵŵĞĚŝƚƵƉ ? “/ ?ŵƉƌĞƚƚǇƐƵƌĞƚŚĞƐĞƚŚƌĞĞ
[pre-ƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐ ?ŚĂǀĞůĞĂƌŶƚĂůŽƚĨƌŽŵƵƐŚĞƌĞĂŶĚŚŽǁǁĞŐŽĂďŽƵƚƚŚŝŶŐƐŝŶƚĞĂĐŚŝŶŐ ? ?
Furthermore, the more experienced teachers expressed a confidence that they could more actively 
supervise the pre-service teachers. For example, Pamela said: 
/ƚŚŝŶŬŝƚ ?ƐŐŽŽĚƚŽĚŽŝƚ ?ŐĞƚůŽĐĂůƚĞĂĐŚĞƌƐƚŽĂĐƚĂƐdƐ ? ?ďĞĐĂƵƐĞǁĞǁŽƵůĚůŝŬĞƚŽŽďƐĞƌǀĞ
too how they teach and because this is in the Solomons, so we can also help them, like 
anything we see that not really apply to Solomon Island we can help them, ... I think it would 
ďĞďĞƚƚĞƌ ?/ƚ ?ƐŶŝĐĞĨŽƌƵƐƚŽobserve and see how we can help them too in the class.  Or we 
can learn new things from them too.  
ĂǀŝĚ ?ŚĞƌƉƌŝŶĐŝƉĂů ?ĂŐƌĞĞĚƐĂǇŝŶŐ ? “It would be very helpful, [to] give some kind of responsibility to 
ƚŚĞůŽĐĂůƚĞĂĐŚĞƌ ? ?It is incumbent on the university to develop international practicum programmes 
that intentionally and consistently work on developing partnerships that share power, decision 
making, and the supervision of pre-service teachers.  
In the next section, we make recommendations to improve how international practicum 
programmes are designed and implemented, and how to build relationships characterised by greater 
levels of collaboration and reciprocity. 
Discussion and conclusions 
The extent to which binaries such as developed/undeveloped and superior/inferior were embedded 
in the thinking of all parties in the practicum partnership and the organisation of the practicum 
placement programme, is troubling. There was no real expectation that the cooperating teachers 
would offer any formalised feedback to the pre-service teachers. Indeed, they were discouraged 
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from doing so because of the presence of the university supervisor who explicitly took on this task. 
Therefore, the cooperating teachers were not trained to undertake this role, nor were they provided 
with paperwork such as observation sheets, as would usually be the case. In retrospect, the 
cooperating teachers appeared marginalised from the entire feedback process, which impacted on 
the kind of relationships possible between pre-service teachers and host teachers.   
In this article, we have highlighted how the relationship between the university, its pre-
service teachers and staff, and the Solomon Islands cooperating teachers, principals and schools 
inadvertently reinforced unequal power relations. This allowed the pre-service teachers to judge 
education in the Solomon Islands by Western standards, rather than trying to understand how the 
teachers were positioned within their own social and educational structures, and how they 
negotiated these. While there is a great deal of potential for international practicum experiences to 
support collaborative professional learning between cooperating teachers, pre-service teachers and 
university supervisors, careful planning and negotiation is required to ensure that this is a reciprocal 
and empowering experience, rather than a re-colonising experience.   
In order to achieve a genuine partnership, cooperating teachers need to be repositioned 
beyond being just ƚŚĞ ‘ĐůĂƐƐƌŽŽŵƉůĂĐĞŚŽůĚĞƌ ?as described by Clarke, Triggs and Nielsen (2014). 
Rather, they need to be seen and positioned as active and confident supervisors of pre-service 
teachers. There are a number of ways this could be achieved. First, an important step in achieving 
this might be for all members of the partnership  W cooperating teachers, pre-service teachers, and 
programme leader  ?  to come to agreement about their role and their expectations of each other.  
In this way there is the potential for all members of the learning community (Lave and Wenger 1991) 
to be positioned as legitimate learners and teachers, and thus, the power imbalance between them, 
can be reduced. Furthermore, the university supervisor is well placed to facilitate the necessary 
professional learning conversations about the local context, differences and similarities between the 
ŚŽƐƚĐŽŶƚĞǆƚĂŶĚƚŚĞƉƌĞƐĞƌǀŝĐĞƚĞĂĐŚĞƌƐ ?ŚŽŵĞĐŽŶƚĞǆƚŝŶƚĞƌŵƐŽĨĐƵƌƌŝĐƵůƵŵ ?ĐŚŝůĚƌĞŶ ?ƐůĞĂrning 
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preferences, and appropriate ways to seek and receive feedback. These conversations may assist 
cooperating teachers understand the unique contribution they can make as professionals to the 
learning experiences of the preservice teachers. Supporting materials such as observation schedules 
for both cooperating teachers and pre-service teachers, highlighting core classroom practices and 
prompting subsequent discussion between all members of the practicum triad, can position 
cooperating teachers as collaborators and partners in professional experiences that emphasise 
mutual learning for all participants. 
Second, better preparation of pre-service teachers prior to departure for an international 
practicum experience in a developing country may contribute to genuine partnerships, in which 
different knowledge practices and perspectives are valued, both for their relevance to the local 
context, but also for their potential to enhance the professional learning of the preservice teachers 
themselves. This pre-departure preparation needs to include concepts such as culture  W including 
ŽŶĞ ?ƐŽǁŶĐƵůƚƵƌĂůƵŶĚĞƌƐƚĂŶĚŝŶŐƐĂŶĚƉŽƐŝƚŝŽŶŝŶŐ ?ǁŚŝƚĞƉƌŝǀŝůĞŐĞ ?ŝŶƚĞƌĐƵůƚƵƌĂůĐŽŵƉĞƚĞŶĐĞ  W 
including the culture and styles of communication of the practicum setting, colonisation, relations of 
power and their ongoing effects in developing countries, and strategies and skills in reflecting on 
critical incidents.  
Finally, there is a need for a clearly structured process enabling pre-service teachers to 
develop skills of reflection and reflexivity in relation to the international experience. It was in the 
post-experience interviews that many of the participants were able to think more deeply and 
critically about their experiences, and thus gain greater benefit from them. Regular opportunities for 
reflective conversations during the practicum experience would further the aim of developing a 
learning community in which all members of the triad were positioned as effective professionals. In 
order to disrupt the tendency to position the developing world in need of help, rescuing, 
enlightenment or empowerment (Santoro, 2014), genuine partnerships and shared responsibility for 
practicum supervision in developing countries is a step towards building relationships that are 
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 “ďĞǇŽŶĚĐŽĞƌĐŝŽŶ ?ƐƵďũƵŐĂƚŝŽŶ ?ĂŶĚĞƉŝƐƚĞŵŝĐǀŝŽůĞŶĐĞ ? ?ŶĚƌĞŽƚƚŝ ? ? ? ? ? ?Ɖ ? ? ? ? ?Only then, is it 
likely that international teaching programmes in developing countries, will maximize their potential 
to contribute to the preparation of teachers who are reflexive, interculturally competent, responsive 
to, and respectful of difference and diversity. 
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